
















































































enables	 them	 to	 develop	 pedagogy,	 take	 risks,	 explore	 varied	 approaches	 to	
learning	and	enables	them	to	be	at	the	vanguard	of	educational	thinking.		
	








































busy	 people	 and	 the	 degree	 to	 which	 they	 applied	 the	 methodology	 varied.	 We	 discussed	 their	 aims	 –	 constructing	












We	met	with	 the	 teachers	at	 least	 three	 times	during	a	 term	and	on	a	number	of	occasions	we	went	 to	 schools	or	had	
telephones	conversations	when	teachers	were	too	busy	to	attend.	The	meetings	with	the	teachers	were	fascinating.		






‘All	 the	 research	 indicates	 that	 enquiry-orientated	 learning	 is	 not	 a	 quick-fix,	 but	 needs	 to	 be	 a	 sustained	 over	 time	 to	
ensure	that	learning	(for	both	teachers	and	pupils)	actually	takes	place’.	(BERA/RCA	2014:	26)	
In	 this	document	we	provide	the	reports	 from	the	teachers	 that	describe	their	work.	They	document	 the	processes	with	
which	 the	 teachers	 were	 engaged.	 In	 most	 cases	 teachers	 collected	 information	 from	 their	 own	 surveys	 or	 interviews	
and/or	from	reading	literature	in	the	area.	They	then	describe	the	action	they	felt	to	be	appropriate	and	conclude	with	a	






























































































in	 the	morning	and	 then	again	after	 lunch.	 I	quickly	noticed	 that	many	pupils	would	 stare	
into	 the	 distance,	 flick	 through	 their	 book	 at	 random	or	make	 the	 daily	walk	 to	 the	 book	
corner	 to	 choose	 a	 new	 book.	 While	 in	 the	 book	 corner	 they	 would	 disinterestedly	 flick	




make	 sure	 that	my	pupils	 left	 primary	 school	with	 at	 least	 some	 knowledge	of	what	 they	






I	 shall	 begin	 by	 introducing	 the	 action	 research	 approach	 to	 this	 study.	 In	 doing	 so	 I	 will	
introduce	the	literature	around	this	area	and	detail	why	an	action	research	approach	suited	
my	particular	needs.	 I	will	 then	discuss	 the	observations	of	my	pupils’	 reading	habits	 and,	













All	 research	 aims	 to	 find	 out	 something	 that	 is	 not	 already	 known,	 a	 discovery	 or	 a	 new	
creation	 (McNiff	 &	 Whitehead,	 2010).	 The	 study	 I	 undertook	 utilised	 an	 action	 research	
approach.	 It	 is	 important	 to	 establish	 the	 similarities	 and	 differences	 between	 traditional	
research	 and	 action	 research.	 Traditional	 research	 is	 usually	 conducted	 by	 an	 official	
researcher	 who	 is	 an	 outsider	 on	 the	 research	 situation	 -	 this	 researcher	 observes	 the	
actions	of	the	practitioner,	who	is	inside	the	research	situation,	and	develops	a	theory	about	





As	 Carr	 and	 Kemmis	 (1986)	 state,	 action	 research	 is	 the	 improvement	 of	 practice,	 the	
improvement	of	the	understanding	of	the	practice	by	its	practitioners	and	the	improvement	
of	 the	 situation	 in	 which	 the	 practice	 takes	 place.	 Traditional	 research	 focuses	 on	 linear	









agree	 a	 set	 of	 rules	 that	 allow	 us	 to	 interpret	 our	 results	 within	 the	 means	 of	 our	





designed	 over	 a	 flexible,	 quick	 timeframe	 so	 that	 results	 have	 practical	 rather	 than	
theoretical	 significance	 and	 can	 be	 used	 to	 improve	 the	 immediate	 practice	 (Mertler	 &	
Charles,	2008).		
	
As	 stated,	 teachers	 are	 often	 striving	 to	 be	 reflective	 practitioners.	 Action	 research	
approaches	 enable	 them	 to	 be	 so	 by	 allowing	 one	 to	 learn	 through	 action	 leading	 to	 a	
personal	 or	 professional	 development	 (Koshy,	 2005).	 The	 process	 involves	 a	 spiral	 of	
observation,	 self-reflective	 action	 and	 reflection	 on	 the	 consequences	 (Koshy,	 2005).	 The	
researcher	 observes,	 plans	 a	 change,	 acts	 and	 observes	 the	 consequences	 of	 the	 change,	
then	reflects	on	these	consequences.	The	cycle	then	repeats;	re-planning	takes	place,	then	
action	and	observation	of	the	actions,	reflection	on	the	consequences	and	so	on	(Kemmis	&	
McTaggart,	 2000).	 This	process	 is	not	 rigid	however.	As	Pine	 (2009)	 states,	 this	 reflection-
action-reflection-action	 process	 is	 a	 spiralling	 cyclical	 process	 in	 which	 research	 issues	




disregarded,	 improved	 as	 action	 becomes	 more	 focused.	 The	 data	 collected	 from	 action	
research	tends	to	be	qualitative,	not	quantitative	data	usually	collected	through	traditional	













As	 previously	 stated,	 action	 research	 focuses	 on	 solving	 a	 specific	 problem	 in	 a	 specific	
location.	 As	 Zeni	 states	 (1998),	 teachers	 as	 action	 researchers	 are	 insiders	 undertaking	
research	on	 the	very	pupils	 for	which	 they	are	 responsible.	Zeni	 (1998)	goes	on	 to	discuss	
that	 the	 point	where	 good	 reflective	 teaching	 ends	 and	 action	 research	 begins	 can	 often	
become	 blurred.	 She	 states	 that	 action	 research	 often	 contains	 more	 systematic	
documentation	 of	 data	 gathering,	 more	 written	 self-reflection	 and	 collaboration	 and	
possible	publication	leading	to	a	wider	audience	(Zeni,	1998,	pp.	10-11).	With	this	in	mind	I	
identified	 two	 main	 areas	 of	 potential	 risk	 to	 my	 pupils,	 which	 were	 obtaining	 informed	
consent	 from	minors	 and	 lack	 of	 confidentiality	 for	 my	 pupils.	 To	minimise	 these	 risks,	 I	
sought	 permission	 from	 my	 head	 teacher	 to	 undertake	 the	 research	 study	 and	 verbal	
consent	from	the	 	pupils	before	the	research	began,	as	well	as	before	each	participated	 in	







My	 school	 is	 situated	 in	 inner	 London	 and	 is	 an	 above	 average	 sized	 primary	 school.	 The	











There	 are	 numerous	 studies	 exploring	 children’s	 attitudes	 towards	 reading	 and	writing.	 It	






him	or	her.	 If	 the	child	grows	up	 in	a	reading-rich	home	environment	he	or	she	 is	 likely	to	
become	a	 fluent	 reader	at	 an	early	 age	who	will	 read	both	 in	 school	 and	outside	of	 it	 for	
pleasure.	 This	 is	 taken	 further	 by	 Wallace	 (1992)	 who	 explains	 that	 keen	 readers	 will	
continue	to	improve	their	reading	skills	while	reading	for	pleasure,	whereas	poor	readers	do	












books	 that	 reluctant	 readers	want	 to	 read	are	not	available	 in	school.	 I	wanted	to	know	 if	
this	 applied	 to	my	 pupils,	 so	 I	 set	 about	 designing	 a	 pupil	 survey	 that	 would	 give	me	 an	
insight	into	their	reading	preferences	and	their	reading	habits.	I	hoped	that	I	would	then	be	
able	 to	 reflect	 on	 their	 responses	 and	develop	my	next	 action	 in	my	 cycle	with	 a	 view	 to	
improving	 their	 interest	 in	 reading.	 I	 based	my	 pupil	 survey	 on	 those	made	 by	 Lockwood	
(2012)	 and	 Worthy	 et	 al	 (1999).	 I	 wanted	 to	 get	 an	 idea	 of	 what	 my	 pupils	 thought	 of	
reading,	what	they	thought	of	themselves	as	readers	and	the	books	or	genres	that	they	liked	
to	read.	I	chose	to	survey	my	pupils	because	I	wanted	to	capture	the	information	across	my	
class.	 Surveys	 allow	 data	 to	 be	 collected	 on	 a	 large	 scale	 but	 they	 can	 also	 capture	
independent	 opinions;	 they	 allow	 anonymity	 for	 the	 participants	 and	 the	 data	 from	 them	
can	 be	 quickly	 analysed	 (Cohen	 et	 al	 2005).	 However,	 there	 are	 some	 disadvantages	 to	
surveys;	 they	 can	 restrict	 answers	 as	 there	 is	 a	 chance	 that	 none	 of	 the	 options	 will	 be	
appropriate	 and	 they	 can	 become	 biased	 from	 the	 wording	 of	 the	 question	 (Cohen	 et	 al	
2005).	 The	 survey	 that	 I	 created	 for	 my	 pupils	 contained	 a	 mixture	 of	 quantitative	 and	







do,	 I	 was	 concerned	 that	 75%	 of	my	 class	 read	 either	 sometimes	 or	not	 very	 often.	 After	
further	 study	 of	 the	 responses,	 I	 noticed	 that	 not	many	 boys	 had	 said	 they	 liked	 to	 read	
often;	 I	 decided	 to	 take	 a	 closer	 look	 at	 gender.	 The	 girls	 seemed	 to	be	 fairly	 evenly	 split	










61.54%	 of	 them	 said	 their	 best	 friend	 thought	 reading	 was	 OK	 to	 do	 or	 No	 fun	 at	 all.	
However	23.08%	of	girls	said	that	 their	best	 friend	thought	reading	was	really	 fun	and	 the	
same	 percentage	 said	 their	 friend	 thought	 reading	was	no	 fun	 at	 all.	 Contrastingly,	 boys’	
responses	seemed	to	be	more	negatively	skewed	and	all	of	them	responded	that	their	best	
friend	thought	reading	was	either	ok	to	do	(63.64%)	or	no	fun	at	all	(36.36%).	These	first	few	




book	 corner	 and	 did	 not	 read	with	 anyone	 at	 home.	 The	 results	 also	 showed	 three	main	
themes	 towards	 reading	 in	my	 class:	 that	my	 pupils	 were	 lacking	motivation	 to	 read	 the	
books	on	offer;	 that	 their	 attitude	 towards	 reading	had	become	disengaged	and	negative;	





survey,	 If	 your	 school	 was	 to	make	 one	 change	 to	 improve	 your	 enjoyment	 of	 reading	 in	
school,	what	should	that	change	be?	37.5%	of	my	pupils	said	that	they	wanted	new	books.	





increase	the	number	of	new	books	 in	our	classroom	book	corner	 in	the	hope	of	 increasing	
motivation	 to	 read;	 to	vary	 the	 independent	 reading	 sessions,	 giving	 them	a	more	 flexible	
reading	 environment	 that	 they	 could	 control;	 and	 modelling	 reading	 for	 pleasure.	 As	
Merisuo-Storm	 (2006)	 states,	 it	 is	 crucial	 that	 teachers	 are	 able	 to	 recommend	 reading	
material	that	interests	pupils	and	for	the	teacher’s	love	of	reading	to	be	present,	but	as	the	
pupils’	 age	 increases	 the	 influence	 of	 their	 teacher	 decreases	 and	 the	 influence	 of	 their	











they	 would	 like	 to	 read	 books	 about:	 sport,	 drawing,	 graphic	 novels	 and	 funny	 books.	 I	









exciting	 way;	 I	 knew	 that	 the	 first	 session	 with	 the	 books	 could	 influence	 the	 attitude	
towards	the	new	sessions.	 I	made	the	changes	to	our	 independent	reading	sessions	 in	 the	





































out	 observations	 of	 the	 class	while	 they	were	 reading	 and	 also	 asked	 children	 to	 give	me	
feedback	in	a	second	short	survey.	I	decided	to	use	observations	in	my	evaluations	as	they	






Observations	 have	 their	 disadvantages	 however:	 they	 only	 allow	 a	 snapshot	 of	 the	whole	
situation;	 if	 children	 become	 aware	 of	 the	 observation	 they	 can	 change	 their	 behaviours;	
and	 I,	 as	 the	observer,	may	also	miss	key	actions	or	meaningful	aspects	while	attention	 is	
drawn	elsewhere	(Wilkinson	&	Birmingham,	2003).		
	
The	 observations	 were	 very	 interesting.	Monday’s	 book-type	 tables	 found	 six	 of	my	 boys	
sitting	on	the	poetry	table.	After	taking	some	time	to	flick	through	the	poetry	books	a	more	
able	 reader	 started	 reading	 his	 poem	 out	 the	 other	 boys	 on	 the	 table.	 They	 enjoyed	 the	
recital	and	were	soon	taking	it	in	turns	to	find	a	good	or	funny	poem	and	read	it	aloud.	Some	
more	reluctant	boys	volunteered	to	read	a	poem	aloud	to	their	peers.	Potentially,	they	were	











The	 third	 group	 focused	 on	 graphic	 novels	 and	 comics,	 which	 included:	 The	 Phoenix,	
National	 Geographic	 Kids,	 Horrible	 Histories	 and	 a	 range	 of	 graphic	 novels,	 including	
Shakespeare	graphic	novels	and	Percy	Jackson	and	the	Lightning	Thief.	A	small	group	of	girls	

















The	 first	 experience	 of	 the	 book-type	 tables	 seemed	 to	 have	 been	 a	 success.	 One	 less	









quietly	 at	 their	 tables	 and	 began	 sharing	 their	 books	with	 each	 other.	 This	 time	 the	 boys	
were	reading	the	drawing	books	and	following	the	instructions	with	care	and	attention.	Two	
girls	were	sharing	a	 few	picture	books	and	were	doing	the	voices;	 these	were	some	of	my	
more	 able	 readers	 and	 they	 were	 being	 closely	 watched	 by	 two	 other	 girls,	 who	 quickly	
started	copying	with	their	picture	books,	taking	it	in	turns	to	read	aloud	to	each	other.	The	
session	 soon	 ended	 and	 it	 took	more	 than	 a	 few	 pairs	 longer	 than	 expected	 to	 put	 their	
books	back.	One	of	my	boys,	who	responded	in	the	initial	survey	that	he	does	not	read	very	
often	and	thinks	his	friend	thinks	reading	is	no	fun	at	all,	commented	after	the	session	that	“I	
like	 reading	 with	 my	 friend,	 the	 books	 are	 very	 funny”.	 From	 observation	 and	 brief	
conversations	the	boys	seemed	to	be	enjoying	the	new	reading	sessions.	
Wednesday’s	 afternoon	 session	 saw	 a	 return	 to	 quiet	 independent	 reading;	 the	 children	
came	 in	quietly	and	 sat	down	at	 their	desks,	 they	were	again	allowed	 the	new	books	and	
they	patiently	took	a	book	each.	After	over	twenty	minutes	of	silent	reading,	with	me	and	
my	 teaching	 assistant	 also	 reading,	 I	 quickly	 jotted	down	 changes	 in	 the	 reading	habits	of	
certain	children.	All	of	the	eleven	boys	in	my	class	were	reading	books	that	they	had	chosen	
independently	and	all	 seemed	 to	be	on	 task	and	enjoying	 them.	The	books	 included:	Tom	
Gates,	 an	 information	 text	 about	 planes,	 the	 Lonely	 Planet	 World	 Atlas,	 the	 Atlas	 of	
Adventures,	The	Usborne	Complete	Book	of	Drawing,	NBA	Basketball,	The	Phoenix	comic	and	
the	others	were	reading	well	known	authors.	Two	 less	confident	girl	 readers	were	reading	




Thursday	 afternoon	 saw	 a	 return	 to	 book-type	 tables,	 but	with	 different	 book-types	 from	
Tuesday.	When	the	boys	saw	the	books	on	the	tables	they	were	first	 into	the	class	and	sat	
themselves	 between	 the	 non-fiction	 and	 graphic	 novel	 and	 comics	 tables.	 Three	 of	 them	
instantly	started	reading	Percy	Jackson	and	the	Lightning	Thief	together,	patiently	waiting	to	
discuss	what	had	happened	when	they	turned	the	page.	Two	of	the	other	boys	on	the	table	
were	 reading	The	Phoenix	 comic.	Again,	 the	 three	 girls	who	has	been	 reading	 the	 graphic	
novels	about	Shakespeare	all	week	were	quick	 to	 find	 their	books	and	 sit	 silently,	 reading	
independently.	The	other	boys	sat	at	the	non-fiction	table	where	they	were	reading	the	Atlas	
of	 Adventures	 and	 the	 Lonely	 Planet	 World	 Atlas	 together,	 discussing	 the	 different	 facts	
about	the	countries	and	flags.	The	more	able	girl	readers	were	sitting	at	on	the	classic	books	
and	authors	table	and	were	again	sharing	the	poems	together,	taking	it	in	turns	to	read	them	
aloud	 to	 the	 group.	 In	 this	 session,	 I	 also	 had	 The	 Hobbit	 audio-book	 playing	 through	
headphones	for	a	group	of	six	children;	they	sat	quietly	throughout	the	session	listening	to	
the	 book,	 and	 when	 the	 session	 ended	 one	 girl	 found	 a	 copy	 from	 the	 book	 corner	 to	
continue	 independently.	 It	was	a	pleasure	to	 look	around	the	classroom	and	see	all	of	 the	
pupils	interacting	with	books	and	their	friends	with	enthusiasm	and	enjoyment.		
	
After	 initiating	 my	 actions	 I	 wanted	 to	 see	 if	 my	 pupils’	 attitudes	 and	 motivation	 had	
improved	as	had	appeared	to	be	the	case	in	my	observations;	I	decided	to	survey	my	pupils	










like	 the	 art	 books	 because	 they	 teach	 you	 how	 to	 draw,	 the	 other	 books	 are	 good	 too.	 I	
enjoy	reading”;	and	a	third	boy	commented	that	“I	have	become	more	sucked	into	the	new	









approach	 activities	 in	my	 classroom.	 I	 have	 always	 sought	 to	 be	 a	 reflective	 practitioner,	
trying	 to	 change	 how	 I	 teach	 after	 reflecting	 on	 my	 pupils	 learning,	 enthusiasm	 and	
misconceptions,	but	 the	action	research	cycle	has	now	become	embedded	 into	my	way	of	
thinking.	 I	 have	 begun	 to	 see	 myself	 following	 the	 cycle	 in	 other	 areas	 of	 the	 children’s	
learning;	 for	 example	 how	 I	 can	 improve	 their	 Math’s	 problem	 solving.	 I	 find	 myself	
observing	 possible	 challenges	 or	 problems;	 I	 then	 take	 a	 step	 back	 and	 discuss	 possible	
actions	with	 colleagues	 and	 research	 strategies	 from	 the	 literature	 on	 the	 subject,	 before	
deciding	on	actions	to	try	with	my	children.	I	subsequently	find	myself	evaluating	the	actions	









for	 others	 to	 read.	 These	 profiles	 will	 be	 written	 by	 each	 child,	 myself	 and	 our	 teaching	
assistants	 and	will	 include:	which	 books	 they	 like	 and	 dislike;	which	 books	 they	 intend	 to	
read	in	the	future;	and	which	books	they	have	never	read.	There	will	be	a	space	for	a	post-it	
note	 on	 each	 reader	 profile,	 where	 another	 child	 or	 adult	 will	 be	 able	 to	 give	 them	 a	
recommendation,	 based	 on	 their	 preferences,	 detailing	 why	 they	 think	 they	 will	 like	 the	

















project	 each	 year	 to	 focus	on	with	 each	 class	 that	 I	 teach,	 as	well	 as	 carrying	out	 smaller	
projects	 as	 the	 year	 goes	 on	 to	 continue	 the	 cyclical	 process.	 It	 has	 focused	 me	 on	 the	
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The	 experience	 of	 telling	 a	 story	 ‘can	 be	 profound,	 exercising	 the	 thinking	 and	 touching	 the	
emotions	of	both	teller	and	listener’	(NCTE	Guideline,	1992).	As	an	English	literature	graduate,	the	
power	 of	 stories	 has	 always	 held	 a	 fascination	 for	 me,	 and	 I	 frequently	 draw	 on	my	 university	
material	 within	 my	 own	 teaching.	 For	 example,	 my	 class	 studied	 the	 Old	 English	 poem	 ‘The	
Wanderer’	 as	 part	 of	 our	 work	 on	 the	 Anglo-Saxons.	 The	 school	 I	 teach	 in	 is	 a	 2-form	 entry	




school’	 and	 I	 then	 started	 teaching	 at	 a	 flagship	 ‘story-telling	 school’	 in	Oxford.	 The	basis	 of	 the	
scheme	was	the	principle	that	in	order	to	write	a	story,	you	have	to	be	able	to	tell	a	story	verbally,	
which	 emerged	 from	 Pie	 Corbett’s	 ‘Talk	 for	 Writing’	 scheme	 (Corbett	 2008).	 Having	 been	
introduced	to	this	new	way	of	teaching	literacy,	I	questioned	the	‘conventional’	teaching	methods	
that	I	later	employed	when	I	moved	to	London.	It	seemed	clear	to	me	that	oral	story-telling	was	an	
important	part	of	 literacy	pedagogy	 that	was	not	 embedded	 in	my	 current	 school.	 This	 research	

























professional	 development	of	my	 teaching	 career’	 (Somekh	2006,	 73).	 Like	 Somekh,	becoming	an	











‘Look:	 gathering	 information,	 Think:	 reflecting	 on,	 or	 analyzing,	 the	 information,	Act:	 planning,	
implementing,	 and	 evaluating	 student	 learning’	 (Stringer	 2010,	 1),	 and	 a	 final	 stage,	 which	




research	 investigation	 with	 regards	 to	 clarity,	 appropriate	 application	 of	 methods	 selected	 and	
ethical	 considerations	 are	 high,	 and	 represent	 potential	 points	 of	 anxiety	 for	 teachers	 new	 to	
research	 (Baumfield	 2012).	 In	 addition,	 a	 claim	 to	 an	 original	 discovery	 can	 be	 problematic,	
‘because	saying	that	you	know	something	is	equivalent	to	saying	that	you	are	holding	something	as	
true’	 (McNiff	 2010,	 16).	 The	 onus	 is	 on	 the	 researcher	 to	 substantiate	 his/her	 claims	 with	
convincing	‘proof’.			
	
The	 first	 criticism	often	 leveled	at	action	 research	 is	 the	question	of	evidence.	Action	 research	 is	
frequently	based	on	qualitative	data	as	opposed	to	quantitative	studies,	and	thus	any	claims	made	






them.	 The	question	 levelled	 at	 action	 research	 is,	 can	we	 really	 know	 something	 is	 true	without	
being	 able	 to	 do	 a	 statistical	 analysis	 of	 the	 data	 first?	 Data	 drawn	 from	 observations	 and	
interviews	 relies	 on	 an	 individual’s	 ability	 to	 note,	 interpret	 and	 create	 meaning	 through	
experiences;	 it	 is	 ‘unlike	 positivism,	with	 its	 emphasis	 on	 prediction,	 control,	 and	 generalization’	
and	 is	 instead	based	on	 the	principle	 that	 an	 individual	 interprets	 situations	based	on	 their	own	
contexts	and	experiences,	and	therefore	constructs	their	own	sense	of	reality	(Pine	2009,	2).	Within	










will	 therefore	be	 inevitably	 influenced	by	 the	presence	of	 the	 researcher.	 This	positioning	of	 the	
researcher	 as	 an	 interested	 participant	 is	 ‘different	 from	 traditional	 research,	 which	 is	 usually	
conducted	from	an	outsider	perspective’	(McNiff	2010,	25).	This	can	be	seen	as	both	a	limitation	of	
action	 research	 and	 as	 an	 advantage;	 the	 researcher	 is	 not	 ‘distant	 and	 detached	 from	 the	




Ultimately,	 it	 needs	 to	 be	 acknowledged	 that	 ‘you	 use	 different	 forms	 of	 research	 for	 different	
purposes.	No	one	form	 is	better	or	worse;	each	 form	 is	different	and	serves	a	different	purpose’	
(McNiff	2010,	15).	When	 I	considered	a	method	of	 research,	 it	 seemed	wise	 to	choose	an	action	
research	project,	as	it	promoted	both	the	improvement	of	a	practice	and	the	understanding	of	the	
practice.	 It	 also	 aims	 to	 improve	 the	 situation	 in	which	 the	 practice	 itself	 takes	 place	 (Carr	 and	
Kemmis	 1986).	 Alongside	 these	 aims,	 action	 research	 also	 promotes	 the	 involvement	 of	 others,	








was	 ‘accomplished	but	boring’.	 From	their	 first	pieces	of	writing,	 I	 could	appreciate	her	concern.	
Most	of	the	children	could	correctly	use	a	range	of	punctuation	and	sentence	structures,	and	would	
diligently	 include	the	relevant	writing	 feature	 that	was	 the	 focus	of	each	 lesson,	but	none	of	 the	
writing	 I	 saw	 exhibited	 a	 strong	 ‘voice’	 and	 there	 was	 a	 lacklustre	 approach	 to	 writing.	 Some	
children	 struggled	 to	 get	 their	 writing	 down	 on	 paper,	 being	 overwhelmed	 by	 spelling	 and	
handwriting.	This	is	a	common	problem	amongst	‘beginning	writers’	who	may	have	ideas	to	include	
in	a	story	plan	yet	struggle	with	the	demanding	task	of	transferring	these	ideas	to	paper	(Berninger	





The	 current	 emphasis	 on	 data	 analysis,	 league	 tables	 and	 SATs	 results	 ‘hold[s]	 student	 writing	
stagnant’	 (Lamen	2011,	10).	When	 I	 asked	 the	 class	why	we	might	use	a	 semi-colon	 in	a	 certain	
sentence,	 the	 reply	 came	 back,	 ‘So	 that	 we	 can	 get	 a	 high	 level	 for	 our	 writing	 assessment.’	 It	
seemed	clear	that	in	pushing	for	higher	standards,	this	cohort	had	started	to	not	only	be	judged	but	



















The	 use	 of	 speaking	 as	 an	 effective	 tool	 to	 improve	 writing	 has	 long	 been	 acknowledged	 and	




oracy	 featured	prominently	 in	discussions	on	 the	pedagogy	of	 literacy,	with	 the	DFEE	 suggesting	
that	 successful	 teaching	 is	 ‘characterized	 by	 high	 quality	 oral	work’	 (DfEE	 1998).	 However,	 even	
before	 I	 came	 to	 do	 my	 teacher	 training,	 it	 appears	 that	 this	 emphasis	 on	 oracy	 had	 been	
diminished.	The	emphasis	on	pace	in	the	National	Literacy	Strategy	left	little	time	for	high	quality	
oral	work	and	created	a	conflict	between	the	two	aspirations	(English	et	al	2002).	Finally,	Alexander	






terms	 of	 formal	 debating,	 presentation	 and	 performance,	with	 only	 brief	mention	made	 of	 how	
oracy	can	be	used	as	a	key	tool	to	support	writing.	This	is	in	contrast	to	research	conducted	by	the	
DfE	(2012),	which	repeatedly	makes	reference	to	‘effective	oral	work’	to	support	writing	outcomes.	









who	 view	 writing	 as	 an	 extension	 of	 high	 quality	 speaking	 see	 ‘effective	 learning’	 in	 their	
classrooms	(Bullock	Report	1975;	Harris	et	al	2003;	Barrs	and	Corks	2001;	Corson	1988,	27).	In	light	
of	this,	it	seems	sensible	to	suggest	that	effective	and	high	quality	speaking	and	listening	activities	
are	the	teacher’s	secret	weapon	when	seeking	to	 improve	writing.	As	Wells	 (1986)	states,	 ‘There	
are	 a	 number	 of	 children	 in	 almost	 every	 classroom	who	 are	 able	 to	 work	 on	 new	 ideas	more	
effectively	 in	 speech	 than	 in	 writing’	 (p.138).	 Teachers	 will	 recognize	 the	 veracity	 of	 Wells’	
statement,	 and	will	 be	 able	 to	 identify	 the	 children	who	experience	 a	 ‘cognitive	 overload’	when	
writing.	 The	 writing	 process	 requires	 us	 to	 concentrate	 on	 spelling	 and	 handwriting	 as	 well	 as	
constructing	meaningful	sentences.	Removing	the	barrier	of	spelling	and	handwriting	through	talk	













enjoyed	 writing	 and	 who	 perceived	 themselves	 as	 good	 writers	 increased.	 However,	 a	 second	
evaluation	 of	 the	 scheme	 suggested	 that	 the	 effects	 of	 the	 scheme	were	 ‘small’	 (Dockrall	 et	 al	











as	 it	 is	 widely	 acknowledged	 that	 story-telling	 enhances	 acquisition	 of	 language	 as	 well	 as	
comprehension	 and	 understanding	 of	 text-structures	 (Fitzgibbon	 and	Wilhelm	 1998).	 The	 school	




I	was	also	 shown	 the	 school’s	writing	data,	which	demonstrated	 that	writing	 levels	 in	 the	 school	
were	 improving;	 the	data	 for	year	6	 showed	 that	above	80%	of	children	were	achieving	national	
expectations	before	the	school	introduced	story-telling,	and	this	increased	to	95%	in	the	most	up-
to-date	data	set.	The	most	relevant	improvement	for	me	was	the	jump	from	16%	of	year	6	pupils	









which	 seems	 to	 conflict	 with	 Pie	 Corbett’s	 statement	 that	 ‘Children	 will	 implicitly	 internalise	
language	patterns	[…]	if	they	read	repetitively’	(Corbett	2008,	1).	Clearly,	I	need	to	explore	a	wider	
range	 of	 speaking	 and	 listening	 strategies,	 as	 simple	 repetition	 of	 stories	would	 appear	 to	 have	
limited	advantages.		
	
In	discussions	with	colleagues,	 I	was	 introduced	to	the	 ‘tell	 it	down’	 (Lambeth	2005)	approach	to	
story-telling.	This	involves	telling	a	story	and	then	asking	children	to	embellish	their	favourite	part	
and	tell	 it	 to	a	 friend.	This	process	 is	 then	repeated	twice	more	so	that	the	story	has	been	orally	
rehearsed	three	times.	The	children	are	then	asked	to	write	down	exactly	what	they	have	just	said.	

























researcher	 dictated	 that	 I	 ‘must	 recognize	 the	 right	 of	 any	 participant	 to	 withdraw	 from	 the	





the	 class.	Would	my	 research	 strengthen	 their	 trust	 in	me	as	 the	 teacher	or	would	 it	potentially	
abuse	it?	 I	ensured	that	there	was	no	abuse	of	power	by	gaining	verbal	consent	from	children	to	
participate	 in	all	discussions	by	 informing	 them	of	my	 intentions	and	allowing	 them	to	volunteer	
their	contributions	accordingly.		
I	 also	 adhered	 to	BERA	 guidelines	 in	 regards	 to	 confidentiality	 and	privacy,	 by	 ensuring	 that	 the	
information	gathered	was	not	shared	 in	a	way	 that	could	 lead	 to	 the	 identity	of	any	participants	








the	 role	of	 a	 non-participant	 observer,	watching	without	being	 involved	 (Cohen	et	 al	 2011),	 and	
moving	 around	 the	 classroom,	 noting	 specifically	 attitudes	 to	 writing	 and	 engagement	 of	 the	
children,	 in	particular	 the	children	who	find	writing	challenging.	 I	made	brief	 ‘field	notes’	which	 I	
later	wrote	up	in	full.	I	also	chose	to	conduct	informal	conversational	interviews	with	the	children	
in	 which	 I	 would	 record	 their	 thoughts	 on	 the	 writing	 process.	 The	 inherent	 danger	 with	 this	
method	of	research	was	the	potential	for	bias,	in	that	the	children	would	tell	me	what	they	thought	
I	 wanted	 to	 hear,	 and	 I	 would	 see	 what	 I	 wanted	 to	 see,	 as	 it	 is	 impossible	 to	 remain	 entirely	
neutral	as	an	observer	(Cohen	et	al	2011).	However,	I	was	confident	that	my	relationship	with	the	
class	 was	 strong	 enough	 to	 overcome	 this	 potential	 barrier,	 and	 there	 were	 several	 other	
advantages	to	conducting	research	in	this	way:	we	would	be	in	a	familiar	and	comfortable	setting	
and	 the	 class	 were	 already	 accustomed	 to	 me	 observing	 and	 questioning	 for	 the	 purposes	 of	
assessment	 for	 learning.	 Additionally,	 I	 would	 be	 able	 to	 conduct	 research	 within	 a	 reasonable	
time-frame,	and	‘minimize	the	impact’	of	my	research	on	the	‘normal	work-load’	of	the	class	(BERA	









scheme	 (2011).	 I	 took	 the	 class	 text	Beowulf	adapted	by	Michael	Morpurgo	 (2006)	 and	 retold	 it	
orally	to	the	class.	Once	the	children	had	internalized	the	story	and	got	a	grasp	of	its	structure,	we	
then	 explored	 the	 language	 around	 the	 story,	 generating	 reference	 chains	 to	 refer	 to	 the	
characters,	and	creating	word	lists.	The	children	then	retold	the	story	to	each	other,	and	from	this,	
they	discovered	that	they	could	start	and	finish	their	stories	with	the	character	of	a	 ‘story-teller’.	
This	made	 itself	apparent	 in	their	writing	and	Appendix	B	shows	examples	of	how	children	 in	my	
class	played	with	this	meta-character,	getting	into	role	as	the	‘bard’	and	drawing	their	audience	in	
through	 their	 use	 of	 orally-rehearsed	 language.	 A	 clear	 sense	 of	writer’s	 voice	 is	more	 apparent	
than	it	had	been	previously	and	the	children	are	writing	with	an	increased	awareness	of	a	potential	









paired	talking	 time,	 they	were	asked	to	 find	a	partner	and	take	them	to	where	their	picture	was	
‘displayed’	in	our	classroom.	They	then	talked	about	their	picture	to	their	partner	and	then	listened	
to	their	partner	talk	about	their	own	painting.	This	was	repeated	twice	more	so	that	the	children	
had	orally	 rehearsed	their	 ideas	 three	times.	 I	 then	asked	them	to	write	down	exactly	what	 they	
had	said.	Having	asked	the	children	to	write	a	similar	critical	analysis	of	Monet’s	‘Water	Lilies’’	the	
week	 previously,	 I	 was	 interested	 to	 see	 how	 the	 two	 pieces	 of	 writing	 compared.	 Appendix	 C	
shows	two	pieces	of	writing	from	the	same	child,	one	where	I	have	modelled	the	structure	of	the	
writing	and	the	child	has	subsequently	written,	and	one	where	the	child	has	orally	rehearsed	and	
then	 written.	 This	 activity	 and	 the	 writing	 that	 followed	 provided	 some	 fascinating	 analysis,	 as	
teacher	modelling	 has	 featured	 prominently	 in	 recent	 pedagogy.	 The	 evaluation	 of	 the	 ‘Talk	 for	
Writing’	program	suggested	that	teachers	who	participated	‘were	insistent	that	modelling	was	the	
most	significant	strategy	they	used	to	develop	children’s	[…]	quality	of	writing’	(Rooke	2012,	6).	In	
my	 own	 practice,	 modelling	 has	 been	 highly	 emphasized	 through	 Continuing	 Professional	
Development	 sessions	 and	 observation	 feedback.	 Yet	 the	 writing	 that	 my	 children	 produced	




‘I	 think	 that	 it	was	 flowing	out	of	me	quite	easily	because	when	you	wrote	a	model	and	said	we	


















These	 comments	 reveal	 that	 children	 felt	 more	 successful	 as	 writers	 and	 enjoyed	 the	 writing	
process	more	when	 they	 ‘wrote	 aloud’,	 i.e.	 orally	 rehearsed	 the	 exact	words	 and	phrases	which	
they	then	went	on	to	write.	For	my	class,	being	able	to	‘write	aloud’	relieved	them	of	the	pressure	
to	 ‘get	 it	 right	 first	 time’	 and	enabled	 them	 to	write	with	more	 confidence,	 a	 response	which	 is	
mirrored	in	the	research	of	Fisher	et	al	(2010).		
	








during	my	 teacher	 training	 placements.	 It	 was	 an	 effective	 way	 of	 engaging	 the	 children	 in	 the	
language	 of	 the	 poem,	 and	 supports	 the	 findings	 of	Mallet	 that	 ‘it	may	 be	more	 appropriate	 to	
‘select	aspects’’	 from	the	Talk	 for	Writing	 scheme	 than	 follow	 it	prescriptively	 (Mallet	2013,	9).	 I	
then	 allocated	 a	 verse	 to	 each	 group	 of	 children	 and	 they	 performed	 the	 verse	 from	memory,	
splitting	the	lines	up	between	themselves.	We	wrote	some	10	word	versions	of	the	poem	together	




recognizable	 characters,	 such	 as	 soldiers	 or	 pirates.	 Some	 chose	 their	 favourite	 celebrities	 and	
others	 chose	 on-line	 video	 bloggers	 (see	 Appendix	 D).	 One	 child	 questioned	 whether	 it	 was	
acceptable	 to	write	as	her	 favourite	blogger,	because	she	would	need	 to	 spell	words	 incorrectly.	
Once	we	had	established	that	any	way	of	portraying	the	voice	was	acceptable,	the	children	were	
enthused	 and	 excited.	 As	 I	 watched	 them	 orally	 rehearse	 their	 narratives,	 I	 noted	 that	 several	
children	 got	 into	 character	 by	 using	 hand	 gestures	 and	 body	 language,	 something	 I	 hadn’t	
previously	seen	them	do.		
	
The	 writing	 that	 emerged	 was	 again	 unpolished	 and	 lacking	 in	 ‘tick-box’	 elements.	 However,	 I	
noted	during	my	observation	of	the	class	during	this	writing	session	that	several	children	got	up	out	
of	their	seats	and	exchanged	their	books	because	they	wanted	to	see	others’	and	share	their	own	
writing.	 This	 enthusiasm	 was	 something	 I	 had	 not	 previously	 witnessed.	 I	 decided	 to	 give	 the	
children	 time	 to	 share	 their	 writing	 with	 each	 other,	 and	 I	 noted	 that	 the	 child	 who	 had	 been	
embarrassed	about	his	writing	at	the	beginning	of	the	year	was	now	eagerly	showing	off	his	work	



















enjoyment	 of	 the	writing	 process,	 an	 equal	 factor	was	 the	 freedom	 to	 find	 their	 own	 voice	 and	
write	 as	 their	 own	 character.	 As	 the	 final	 comment	 shows,	 the	 children	 felt	 that	 their	 interests,	
such	as	blogging,	 suddenly	had	value	and	could	be	shared	 in	 this	new	story-telling	medium.	This	
supports	Stoyle’s	(2003)	comment	that	storytelling	‘is	more	than	a	way	of	exchanging	information	
and	extending	 ideas	 […]	Stories	can	 link	not	only	between	the	world	of	classroom	and	home	but	
also	 between	 the	 classroom	 and	 beyond’	 (Stoyle	 2003).	 For	 my	 class,	 we	 had	 made	 the	 link	







the	 moment	 an	 under-utilized	 tool	 that	 has	 the	 potential	 to	 be	 an	 extremely	 powerful	 way	 of	
engaging	 all	 writers	 of	 all	 abilities.	 High	 quality	 oral	 work	 is	 much	 broader	 than	 a	 scheme	 or	 a	
program,	 and	 needs	 to	 be	 carefully	 planned	 for	 to	 suit	 the	 needs	 of	 each	 cohort.	 As	 Mallet	
concludes,	 ‘Talk	 for	Writing’	 is	 ‘not	 something	 new’	 and	 it	 is	 important	 to	 select	 from	 different	
initiatives	the	aspects	which	 ‘suit	you	and	your	class’	 (Mallet	2013,	9).	From	this	research,	 I	have	
concluded	that	the	‘tell	it	down’	approach	is	easy	and	effective,	as	it	forms	the	basis	for	an	entire	
lesson	 rather	 than	 being	 an	 ‘add-on’	 or	 a	 squeezed	 in	 drama	 activity	 that	 gets	 quickly	 dropped	

















Before	 starting	 this	 project,	 I	 had	 only	 a	 ‘partial	 glimpse’	 of	 what	my	 children	 were	 capable	 of	
achieving	in	their	writing.	More	than	that,	I	only	knew	them	partially	as	individuals.	It	was	only	after	
giving	 them	freedom	to	explore	 their	own	voices,	 first	 through	speech	and	then	through	writing,	
that	 I	was	able	 to	see	aspects	of	 their	characters	and	personalities	 that	had	previously	 remained	
hidden.	For	Stoyle	(2003),	stories	are	children’s	‘means	of	reaching	out	and	connecting	with	other	
people’	 and	 I	 found	 that	 through	 their	 stories,	 both	 oral	 and	 written,	 I	 was	 allowed	 to	 see	my	
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Learning	and	using	foreign	languages	 in	every	day	circumstances	 is	a	skill	 I	have	great	 interest	 in.	
Having	 lived	abroad	 to	 study	and	work	 I	 have	 found	myself	 in	 situations	where,	 although	 I	 have	
been	 able	 to	 read	 the	 main	 idea	 of	 a	 sentence,	 I	 have	 not	 understood	 the	 true	 meaning	 of	
individual	words	 therefore	 limiting	my	 understanding	 of	 the	 text.	 I	 enjoy	 the	 search	 to	 find	 the	
translation	of	words	but	in	the	context	of	a	multilingual	primary	school	classroom,	where	my	action	




am	a	 year	 2	 class	 teacher	 of	 a	 class	 of	 28	 children	 for	whom	 some	use	 English	 as	 an	Additional	
Language	 (EAL).	 This	 work	 was	 carried	 out	 in	 larger	 than	 average	 primary	 school	 in	 South	 East	












only	 decode	 but	 also	 comprehend	 the	 text,	 therefore	 I	 thought	 that	 I	 would	 focus	 on	 this	 skill	
specifically	 and	 identify	which	methods	were	most	 effective	 in	 improving	 their	 understanding	of	
English	 texts.	 This	 mirrored	 the	 trend	 from	 data	 analysed	 by	 NALDIC	 (National	 Association	 for	
Language	 Development	 in	 the	 Curriculum)	 (NALDIC,	 2013)	 which	 demonstrated	 that	 fewer	 EAL	
pupils	 in	 Key	 Stage	 1	 achieved	 the	 expected	 level	 in	 Year	 2	 SATs	 (Standard	 Achievement	 Tests)	
comprehension	assessments	in	comparison	to	monolinguistic	pupils.	This	was	despite	the	fact	that	








































pupils	 from	which	 I	 recognised	 the	 theme	 of	 high	 quality	 teaching	 and	Mistry	 and	 Sood	 (2010)	
encouraging	 teachers	 to	 “celebrate	 EAL	 pupils”	which	 led	 to	my	 further	 research	 in	 how	 I	 could	




languages	 celebrated	 at	 school	 in	 a	 number	 of	 ways	 would	 lead	 them	 to	 improve	 their	
comprehension	of	English.	Furthermore,	I	engaged	in	semi	structured	interviews	with	some	parents	
of	 the	 EAL	 pupil’s	 to	 gain	 understanding	 of	 the	 child’s	 use	 of	 their	 home	 language	 in	 order	 to	
compare	this	with	their	comprehension	of	English.		
	
From	these	observations	 I	would	 reflect	on	my	practice	 in	 the	classroom	 in	order	 to	 judge	 if	 the	












Bogdan	 et	 al	 (1992)	 that	 action	 research	 “seeks	 to	 improve	 social	 issues	 affecting	 the	 lives	 of	
everyday	people.”		As	my	action	research	was	concerned	with	improving	pupil’s	comprehension	of	
texts,	 my	 project	 is	 an	 example	 of	 how	 action	 research	 improves	 the	 lives	 of	 participants.	 This	
corresponds	with	the	belief	of	Henson	(2013)	who	provided	multiple	reasons	how	action	research	
carried	out	by	teachers	“has	been	directly	 linked	to	the	professional	growth	and	development	of	
teachers.”	 Action	 Research	 as	 described	 by	 Heller	 (1993)	 is	 able	 to	 create	 new	 knowledge	 by	
providing	solutions	 to	concerns	noted	by	practitioners.	These	solutions	must	be	based	on	 theory	
which	then	has	its	value	determined	in	order	to	inform	any	further	practice.	The	solutions	carried	









could	 translate.	 I	 invited	 all	 the	 children	 to	 speak	 another	 language	 and	would	 ask	 the	 children	
questions	regarding	their	use	of	the	 language.	There	were	children	 in	the	class	who	I	have	heard	
speak	 their	 home	 languages	with	 their	 parents	when	 they	 are	 collected	who	 did	 not	 raise	 their	
hand	 to	 offer	 any	 examples	 of	 this.	When	 I	 discussed	 this	 event	with	 other	 colleagues	 from	 the	
action	research	group	at	a	meeting	I	was	convinced	that	that	an	exercise	had	been	ineffective	and	
seemed	to	only	provide	anecdotal	evidence	of	children’s	knowledge	of	another	language	as	not	all	
children	 had	 wanted	 to	 share	 their	 language	 skills.	 Nevertheless,	 through	 discussion	 with	 the	
group,	 I	 realised	 that	 I	 could	 use	my	 research	 to	 establish	 a	way	 of	 celebrating	 children’s	 home	
languages	in	the	classroom.	
	
In	 order	 to	 contextualise	 my	 study,	 I	 performed	 a	 literature	 review	 about	 EAL.	 Evidence	 from	




progress	 through	 the	 school,	 their	 comprehension	 is	 tested	 which	 shows	 little	 improvement	
throughout	their	time	in	Key	Stage	2.	Collier	(1992,	1995)	and	Cummins	(1993)	claim	that	EAL	pupils	
make	 good	 progress	 academically	 if	 their	 cultures	 are	 “valued	 and	 incorporated	 into	 the	 school	
curriculum.”		In	the	school	there	is	a	trend	of	higher	than	average	reading	levels	for	EAL	students	in	
Year	 1.	 I	 interpret	 this	 data	 to	 demonstrate	 how	 EAL	 children	 have	 been	 taught	 effectively	 to	
correctly	 decode	 texts.	 This	 is	 monitored	 in	 the	 phonics	 assessment	 when	 pupil’s	 phonetic	















to	 complete	 the	work	 independently.	 For	 children	who	have	no	knowledge	of	 spoken	or	written	
English,	support	can	be	provided	through	differentiated	resources	or	working	closely	with	an	adult	
to	 achieve	 an	 appropriate	 outcome	 for	 their	 ability	 of	 written	 or	 spoken	 English.	 Through	 my	




aim	 of	 the	 2016	 literacy	 curriculum.	 A	 further	 aim	 of	 the	 curriculum	 is	 to	 improve	 children’s	
knowledge	 of	 vocabulary	 and	 grammar.	 For	 children	 who	 can	 use	 “playground	 English”	 to	














that	 EAL	 pupils	 have	 a	 heightened	 understanding	 of	 the	 structure	 of	 language	 or	metalinguistic	
awareness	which	can	be	used	to	develop	greater	understanding	of	meaning	(Flynn	2007).	This	led	
to	 my	 primary	 focus	 on	 how	 I	 would	 focus	 on	 children	 with	 good	 decoding	 skills	 but	 poor	
comprehension.		
	
A	 further	 responsibility	as	a	 class	 teacher	 is	 to	 contact	parents	and	keep	 them	 informed	of	 their	
child’s	progress.	For	families	who	cannot	communicate	in	English,	it	may	be	difficult	to	get	support	
from	school	about	how	they	can	best	support	their	child’s	learning.	Moreover,	the	school,	which	is	
required	 to	 provide	 verbal	 and	 written	 feedback	 throughout	 the	 year,	 may	 not	 be	 able	 to	 let	
parents	know	about	their	child’s	achievements	or	needs	without	the	use	of	a	translator.			
	
In	 order	 to	 encourage	 pupil’s	 engagement	 with	 their	 home	 language,	 the	 reading	 of	 Chumak-
Horbatsch	(2012)	gives	examples	to	practitioners	of	how	to	set	up	a	classroom	environment	that	
encourages	 children	 to	 use	 their	 home	 languages.	 One	 suggestion	 put	 forward	 by	 Chumak-
Horbatsch	is	to	share	food	with	their	packages	and	containers	as	this	can	be	a	method	of	creating	a	
multilingual	 classroom	 by	 sharing	 what	 can	 be	 similarities	 among	 speakers	 of	 varied	 languages.	

















I	 conducted	eight	 informal	 interviews	with	parents	 that	 lasted	up	 to	 fifteen	minutes.	 I	planned	a	
short	 interview	with	a	combination	of	open	and	closed	question	 to	guide	 the	conversation	while	




what	 the	 children	 had	 said	with	 the	 parent’s	 view	 of	 their	 use	 of	 the	 home	 language.	 Although	
there	were	key	questions	that	I	used	to	structure	the	interview	I	chose	a	more	natural	manner	of	
asking	questions	as	the	role	of	a	class	teacher	is	to	have	a	positive	relationship	with	the	parents	of	







assessment	 of	 the	 child’s	 level	 of	 understanding	 when	 reading	 or	 being	 read	 to	 in	 their	 home	
language.	As	these	were	the	parent’s	separate	assessments	of	their	child’s	comprehension	 it	was	
not	 possible	 to	 measure	 them	 against	 each	 other	 and	 therefore	 a	 strong	 correlation	 was	 not	
possible	 as	 some	 of	 the	 parents	may	 have	 been	 biased.	 This	mirrors	 the	 disadvantages	 of	 semi	
structures	 interviews	 as	 explained	 by	 Walsh	 and	 Wigens	 (2003).	 They	 explain	 that	 reliability	 is	








made	 field	notes	of	 the	 focus	group.	 I	 chose	 this	 technique	because	 it	 is	a	method	of	qualitative	
research	 that	 enables	 participants	 to	 have	 a	 collaborative	 discussion	 as	 stated	 by	 Walsh	 and	
Wiggens	 (2003)	 I	 was	 able	 to	 identify	 themes	 within	 their	 answers	 that	 informed	 further	
observations.	 A	 disadvantage	 of	 using	 this	 data	 collection	 technique	 highlighted	 by	 Walsh	 and	







pupils	 from	my	class	 in	 this	group	as	 I	did	not	believe	 it	would	be	best	 to	 separate	 the	pupils	 in	









As	 a	 group	 I	 enabled	 a	 discussion	 between	 children	 regarding	 what	 languages	 were	 spoken	 at	
home.	 I	 invited	all	 the	 children	 to	 speak	another	 language	and	would	ask	 the	 children	questions	
regarding	 their	 home	 literacy.	 	 I	 observed	who	was	willing	 to	 share	 and	what	words	 they	 could	









with	 their	 home	 languages.	 These	 unstructured	 observations	 allowed	 me	 to	 identify	 the	
significance	 of	 the	 pupils	 actions	 after	 I	 had	 observed	 the	 pupil	 in	 this	 situation	 as	 explained	 by	
Cohen,	 Manion	 and	 Morrison	 (2011)	 This	 method	 was	 particularly	 useful,	 as	 through	 the	 semi	
structured	 interviews,	 I	 found	 that	 some	 children	where	 not	willing	 to	 share	 their	 knowledge	of	
languages	 they	 use	 outside	 school.	 Therefore,	 during	 an	 observation	 of	 the	 pupils	 in	 different	
contexts	 throughout	 the	 year,	 I	was	 able	 to	 collect	 data.	 Also,	 as	 these	 observations	were	 done	
within	the	context	of	lessons	and	workshops	within	the	classroom	lead	by	me,	the	pupils	were	in	a	
natural	environment	where	they	felt	comfortable	as	my	observations	were	non-intrusive,	a	key	aim	
for	 all	 my	 data	 collection	 techniques	 as	 pointed	 out	 my	 Cohen,	 Manion	 and	 Morrison	 (2011).	
However,	 I	 found	the	observations	proved	difficult	 to	 identify	strong	 trends	and	they	were	more	
useful	 for	 collecting	 data	which	 could	 be	 compared	 over	 the	 year.	 It	may	 have	 been	 difficult	 to	




I	 had	a	discussion	with	 the	executive	head	 teacher	of	my	 school	 to	 gain	ethical	 approval	 for	my	
research.	 	 I	 was	 conducting	 research	 on	 children	 which	 is	 a	 high	 risk	 group	 and	 would	 also	 be	
gathering	 information	 from	 their	parents	of	 their	home	practices	of	 reading.	 For	 these	 reasons	 I	
was	obliged	to	abide	by	higher	ethical	guidelines.	Through	my	observations	of	advised	classroom	
practice	 I	 did	 not	 cause	 and	 emotional	 harm	 on	 the	 children.	 Before	 asking	 questions	 of	 the	
children’s	 reading	habits	 in	 their	home	 languages	 I	asked	 for	verbal	consent	 that	 they	wanted	to	
respond	to	the	questions.	
	
	All	 responses	 are	 anonymised	 and	 confidential	 as	 explain	 by	 the	 Data	 Protection	 Act	 (1998)	 by	






















where	 the	 cultures	 of	 the	 pupils	 and	 their	 home	 language	 would	 be	 celebrated	 using	 different	
methods	 throughout	 the	 year.	 This	 included	 an	 action	 I	 took	 was	 informed	 by	 my	 reading	 of	
Chumak-Horbatsch	 (2012).	 In	 regards	 to	 creating	 a	 learning	 environment	 that	 catered	 for	 the	
varied	linguistic	needs	of	my	classroom,	I	made	a	number	of	changes	over	the	year	and	working	in	







A	 further	 suggestion	 by	 Chumak-Horbatsch	 (2012)	 is	 to	 have	 “book	 displays”.	 In	my	 classroom	 I	
have	a	number	of	dual	language	books.	These	books	are	available	for	free	choosing	by	the	children	
and	pupils	of	monolinguistic	backgrounds.	I	have	observed	conversations	between	pupils	discussing	








Before	 the	project	 the	dual	 language	books	had	been	used	by	 the	 adult	 reader	 in	my	 class	who	
volunteers	 for	 one	morning	 each	week.	 I	 had	 taught	her	 son	 in	 the	previous	 academic	 year	 and	
during	parent’s	evening	she	had	asked	me	what	she	could	do	to	help	her	son’s	reading	as	her	first	
language	was	Turkish	and	she	did	not	feel	confident	in	her	ability	to	help	him	decode	English	texts.	
Last	year,	before	 I	had	begun	the	action	research	project,	 I	had	provided	the	 family	with	simpler	
texts	which	I	knew	he	could	easily	phonetically	decode	and	advised	her	to	ask	him	simple	questions	










action	therefore	had	a	number	of	successful	outcomes	 in	 that	 it	 is	one	manner	 that	 the	children	
acquired	heightened	comprehension	skills	by	improving	their	skills	in	their	home	language.	Also,	it	
showed	 how	 working	 collaboratively	 with	 the	 communities	 linked	 to	 the	 school	 can	 improve	

















a	strong	history	as	 it	 is	not	a	 language	spoken	any	more.	Further	from	this,	the	children	asked	to	
use	Google	translate	to	translate	their	school	mottos	into	their	home	languages.	This	ranged	from	
Cantonese,	 Turkish,	 Arabic,	 French,	 Lithuanian,	 Russian,	 Guajarati,	 Polish,	 Kurdish,	 Hindi,	 Igbo,	
Yoruba	and	Nepali.			
	








home	 literacies	 and	 their	 comprehension	 of	 English	 texts.	 This	 changed	 throughout	 the	 year.	 As	
pupils	 grew	 in	 confidence	 in	 sharing	 their	home	 language	 so	did	 their	 comprehension	of	written	
English.	 The	 trend	 in	 my	 class	 followed	 that	 EAL	 children	 who	 could	 not	 read	 in	 their	 home	
language	 were	 poor	 readers	 in	 English,	 while	 children	 who	 were	 learning	 their	 home	 language	
formally	 or	 who	 reported	 to	 me	 that	 they	 engaged	 with	 written	 texts	 demonstrated	 better	
comprehension	skills	in	reading	English.		
	




in	 reading	 comprehension	 and	 decoding.	 This	 also	 correlated	 with	 parent’s	 responses	 to	 their	
children’s	understanding	of	listening	and	reading	in	their	home	languages.	According	to	the	parents	





















	 At	 age	 related	 expectations	



























pupils	 in	my	class	were	working	at	age	 related	or	exceeding	age	 related	expectations.	As	well	as	
celebrating	the	 literacies	of	EAL	pupils	 in	my	classroom,	similarly	to	the	findings	of	Flynn	(2006)	 I	
deliver	 literacy	 lessons	 are	 based	 on	 my	 sound	 teaching	 of	 literacy	 for	 all	 pupils.	 Flynn	 (2006)	
recognises	that	effective	literacy	for	multilingual	and	monolingual	pupils	involves	encouraging	the	
use	 of	 Standard	 English	 which	 I	 use	 to	 communicate	 effectively	 with	 pupils.	 Furthermore,	 I	 put	
learning	in	context	through	the	use	of	a	range	of	texts	to	engage	pupils.	
	
My	 observation	 in	 my	 classroom	 that	 language	 diversity	 being	 celebrated	 tends	 to	 raise	 the	
motivation	and	attainment	of	EAL	pupils	reflects	the	advice	of	Arnot	et	al	(2014)	that	to	develop	an	
EAL	 pupil’s	 academic	 process	 the	 school	 should	 make	 reference	 to	 home	 cultures	 and	 use	 the	
home	languages	of	pupils.		
	
There	 are	 a	 number	 of	 actions	 I	 have	 taken	 during	 the	 project	 that	 will	 influence	 my	 teaching	
practice.	One	of	the	key	actions	that	I	will	use	to	improve	EAL	pupil’s	comprehension	is	encouraging	
the	 parents	 to	 use	 their	 home	 language	 to	 engage	 their	 child	 in	 reading	 and	 develop	 their	
comprehension	skills.	From	my	reading	to	research	my	actions	and	seeing	the	positive	outcome	it	
had	on	 the	pupils	 in	my	class,	 I	now	understood	 the	value	 in	parents	 improving	comprehensions	
skills	as	these	are	able	to	transfer	between	languages.	The	value	of	social	interaction	between	the	

















Further	action	 I	would	 like	 to	 take	to	measure	the	 impact	 it	had	on	EAL	pupils	comprehension	 is	
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spread	 beyond	 primary	 school.	 My	 in-school	 responsibilities	 are	 Nursery	 teacher	 and	 I	 am	 also	
Easter	and	Summer	School	leader.	The	two	roles	are	very	different	as	one	requires	that	I	teach	and	
























vary	 from	 social	 communication	 needs,	 behavioural	 and	 emotional	 immaturity,	 ASD,	 Asperger’s	
and	a	range	of	undiagnosed	factors	such	as	pupils	of	parents	who	display	symptoms	of	Factitious	

















I	 have	adopted	an	 ‘action	 research’	 approach	as	 I	 am	attempting	 to	address	and	examine	 issues	
within	my	practice	which	have	risen	in	light	of	my	in-class	experiences.	Action	research	is	defined	
by	Carr	and	Kemis	(1986)	as	being	about	two	specific	things:	the	first	is	‘action’	(what	you	do)	and	
the	 second	 is	 ‘research’	 (how	 you	 learn	 about	 and	 explain	 what	 you	 do).	 The	 action	 aspect	 is	






cycle	 as	 ‘initial	 problem,	 proposed	 intervention,	 implementation	 and	 outcome’.	 In	 recent	 years,	
concern	 has	 been	 expressed	 by	 many,	 for	 example,	 Hargreaves	 (1996)	 and	 Rose	 (2002)	 that	
“education	 research	 was	 not	 always	 reaching	 the	 practitioners,	 as	 quite	 often	 work	 done	 by	
academics	was	published	 in	 journals	 generally	not	 read	by	 them”.	Action	 research	 combines	 the	
ideas	of	taking	purposeful	action	with	educational	 intent.	 It	also	entails	testing	the	validity	of	any	
claims	 that	 we,	 as	 educators,	 make	 about	 the	 process	 we	 become	 involved	 in	 during	 action	
research	(McNiff,	2010).	“Action	research	is	a	small-scale	intervention	in	the	functioning	of	the	real	
world	 to	 address	 practitioners	 own	 issues,	 and	 a	 close	 examination	 of	 the	 effects	 of	 such	 an	
intervention”	(Kemmis	and	McTaggart,	1992).	Carr	and	Kemmis	(1986)	describe	action	research	as	
being	 about	 three	 core	 factors,	 including	 the	 improvement	 of	 practice,	 the	 improvement	 of	 the	
understanding	of	practice	and	the	improvement	of	the	situation	in	which	the	practice	takes	place.	
Action	research	makes	it	possible	for	practising	teachers	to	experience	the	research	process,	whilst	
also	 benefiting	 from	 the	 experiences	 they	 become	 involved	 in.	 Action	 research	 is	 unique	 in	 its	
research	 approach	because	 it	 opens	 up	opportunities	 for	 practitioners	 to	 actually	 be	 involved	 in	
research,	which	has	 immediate	relevance	and	application	(Koshy	2005).	“The	fundamental	aim	of	
action	research	 is	 to	 improve	practice	 rather	 than	to	produce	knowledge”	 (Elliott,	1991).	Gaining	
insights	 and	 planning	 action	 are	 two	of	 the	main	 purposes	 of	 being	 engaged	 in	 action	 research.	
During	this	action	research	project,	 I	adapted	a	core	 foci	which	supported	me	 in	helping	to	carry	
out	 this	 project	 successfully.	 I	 adopted	 Cohen,	 Manion	 &	 Morrison’s	 (2011)	 model	 which	
encourages	action	researchers	to	‘stay	small	and	focused,	to	identify	a	clear	research	question,	to	
remain	 realistic	about	what	one	can	practically	do,	 to	plan	 the	 research	carefully,	 to	 set	 realistic	
time	 scales	 whilst	 involving	 other	 professional	 and	 observers	 (including	 participants,	 validators,	
critical	friends	or	potential	researchers).	
	
Action	 research	 is	 the	 appropriate	 method	 for	 my	 aims	 because	 unlike	 other	 formal	 types	 of	
research,	it	integrates	research	and	action	in	a	series	of	flexible	cycles	involving,	holistically	rather	
than	as	separate	steps-	everything	from	the	collection	of	data	about	the	topic	of	investigation,	to	







schools	 of	 learning,	 such	 as	 from	 psychology,	 philosophy,	 sociology	 and	 other	 fields	 of	 social	
sciences.	Action	research	locates	the	inquiry	in	an	understanding	of	broader	historical,	political	and	




The	 2011	 edition	 of	 the	 British	 Educational	 Research	 Association’s	 (BERA)	 ethical	 guidelines	 for	
Educational	 Research	 (BERA,	 2011)	 considers	 that	 all	 educational	 research	 should	 be	 conducted	
within:	 an	 ethic	 based	 respect	 for	 the	 person,	 knowledge,	 democratic	 values,	 the	 quality	 of	
educational	 research	 and	 academic	 freedom.	 There	 was	 a	 set	 of	 standards	 associated	 with	 the	
research	practice	which	 I	 followed	with	 relation	 to	my	project:	 during	 this	 research	process,	 the	
wellbeing	 of	 all	 participants	 was	 of	 high	 importance	 and	 it	 was	 a	 priority.	 As	 the	 research	 and	
participant	 involvement	was	very	generic,	non-intrusive	and	voluntary,	 all	 participants’	wellbeing	
has	been	maintained	and	protected.	Another	ethical	consideration	I	had	to	make	was	ensuring	that	
the	 rights	 of	 the	 child	were	of	 paramount	 importance	 throughout	 the	whole	 research	process.	 I	




Some	of	 the	 ethical	 considerations	 I	 had	 to	make	during	 this	 process	 included	 gaining	 voluntary	
consent	from	my	participants;	as	a	researcher	it	was	important	for	me	to	take	the	necessary	steps	
to	ensure	that	all	the	participants	in	this	project	understood	the	process	in	which	they	were	to	be	



















attended	 home	 visits	 in	 preparation	 for	 the	 2015-2016	 cohort	 of	 pupils	 who	 would	 be	 starting	
Nursery	 that	 September.	 Home	 visits	 are	 used	 by	 school	 teachers	 as	 a	 way	 of	 introducing	
themselves	 to	 their	prospective	pupils,	 to	give	parents	a	chance	 to	ask	any	questions	 they	might	
have	regarding	the	upcoming	school	year	and	to	build	a	personal	relationship	outside	of	the	school	













day.	 The	 data	 we	 collect	 initially	 is	 qualitative;	 we	 complete	 a	 formative	 assessment	 form.	 This	
gives	us	an	initial	snapshot	of	the	child	on	their	first	day	and	becomes	very	informative	as	the	year	












and	provide	 invaluable	 information	about	 the	child,	 their	needs,	 their	 families	and	 their	 religious	
and	 cultural	 background.	 The	 information	 that	 these	 home	 visits	 provide	 played	 a	 large	 part	
inspiring	the	focus	of	this	project.		




















2:	 The	 area	 in	 which	 we	 are	 located	 serves	 a	 wide	 community	 with	 diverse	 languages,	












4:	About	 65%	of	 parents	were	 keen/eager	 for	 their	 child	 to	 start	 school,	with	 about	 15%	
displaying	a	reluctance	to	separating	 from	their	children	once	they	started	school.	20%	of	
parents	 would	 be	 classed	 as	 those	 who	 had	 no	 previous	 experiences	 with	 the	 British	
educational	 system	 thus	 expressing	 a	 desire	 to	 become	 involved	 and	 to	 support	 their	
children	as	best	as	they	could	during	their	year	in	Nursery.		













The	 nature	 of	 a	 home	 visit	 allowed	me	 to	 be	 able	 to	 discuss	with	 parents	what	 their	 parenting	
philosophies,	 ideologies	 and	 priorities	 are,	 their	 adult-child	 interactions	 and	 their	 family	
enrichment	 activities-	 to	 name	 but	 a	 few.	 Home	 visits	 also	 allowed	 me	 access	 in	 to	 children’s	








Literature	 about	 parental	 involvement	 in	 pre-school	 children’s	 learning	 tells	 us	 that	 it	 is	
instrumental	in	children’s	educational	success	(Bridge,	2001).	Piotrkowski	(2000)	echoes	the	bases	
of	my	contextual	analysis	and	preliminary	action-	“to	prevent	school	failure,	communities	need	to	





that	 the	 metropolitan	 status	 of	 the	 schools,	 race	 and	 socioeconomic	 status	 of	 the	 children	
influenced	teachers’	views	of	readiness	(Nelson,	1995,	as	cited	in	Lin	et	al,	2003).	In	my	classroom,	
pupil	 scored	 very	 low	 in	 their	 Personal,	 Social	 and	 Emotional	 Development	 (PSED)	 and	 in	 the	
Communication,	 Language	 and	 Literacy	 (CLL).	 PSED	 is	 where	 young	 children’s	 ‘school	 readiness’	
derives	 from.	Considering	 that	our	 scores	were	 reflecting	3	 year	olds	who	were	emotionally	 and	
literally	functioning	at	the	level	of	2	to	2	½	year	olds,	I	was	inspired	to	conclude	that	pupils	entering	
into	the	school	setting	were	just	not	ready	for	school.	In	a	study	done	by	Piotrkowski	et	al	(2000),	a	
study	 titled	 “Parents’	 and	 Teachers’	 Beliefs	 About	 Children’s	 School	 Readiness	 in	 a	 High-Need	
Community”	 compared	 the	 beliefs	 of	 preschool	 teachers,	 Nursery	 teachers,	 and	 parents	 in	 one	







readiness	“resources”	were	assessed	with	 the	CARES	survey	designed	 for	 this	 study	 in	particular.	
Researchers	 found	 that	 parents	 held	 remarkably	 similar	 beliefs,	 regardless	 of	 ethnicity	 or	
education;	 the	 same	 generalisations	 can	 be	 applied	 in	 my	 setting	 based	 on	 the	 results	 of	 the	







basic	 knowledge	 and	 skills,	 also	 stating	 that	 this	was	more	 important	 than	 a	 child’s	 approach	 to	
learning.		
	










trend	 is	 not	 static	 and	 some	children	who	 score	high	on	our	PSED	 scores	during	baseline	
data	collection	subsequently	need	interventions	for	other	areas	such	as	behaviour	and	with	
regards	 to	 teacher	 acceptance,	 this	would	 be	 a	 challenging	 scale	 to	measure	 as	 I	 believe	
that	I	treat	all	my	pupils	fairly	and	have	equally	high	expectations	of	all	of	them.		
	
2.	 Such	 social–emotional	 competences	 (PSED)	 of	 young	 children	 predicts	 their	 academic	
performance	in	first	grade,	even	when	controlling	for	their	actual	cognitive	skills	and	family	
backgrounds.	With	relation	to	the	pupils	who	enter	my	classroom	low	and	thus	present	as	
needing	 additional	 support	 as	 the	 year	 progresses,	 it	 has	 been	 a	 trend	 as	 they	 progress	
through	 the	 school.	 For	 example,	 those	 pupils	 who	 formed	 the	 focus	 group	 and	 whose	
parents	were	given	additional	information	and	support,	have	continued	to	need	it	right	up	
until	 they	enter	 reception	at	 the	age	of	4.	What	 is	not	a	universal	 trend	however,	 is	 that	
these	 same	 pupils	 will	 achieve	 poor	 academic	 performance	 as	 they	 progress	 throughout	
their	school	and	academic	lives.	I	believe	that	a	change	in	circumstances,	different	practices	
at	 home	 or	 a	 child’s	 maturation	 can	 play	 a	 large	 factor	 in	 helping	 a	 low	 achieving	 child	
change	their	grades	from	low	to	average	and	above.		
3.	 This	 situation	 persists	 into	 the	 later	 elementary	 years.	 Young	 children	 who	 behave	
aggressively	or	antisocially	are	more	likely	to	perform	poorly	on	early	academic	tasks,	and	to	
be	 held	 back.	 Later	 on,	 they	 are	 more	 likely	 to	 drop	 out	 and	 persist	 in	 their	 antisocial	
behaviour.	Given	 these	 circumstances,	 it	 is	 imperative	 for	 children’s	 long-term	well-being	















with	 their	 teachers	 overtime,	 display	 a	 difference	 to	 those	 who	 enter	 school	 displaying	 the	







of	 uniquely	 predicting	 academic	 success,	 even	 when	 other	 pertinent	 variables,	 such	 as	 earlier	
academic	success,	are	already	taken	into	account	(Denham,	2006).	It	is	important	then	to	note	that	
although	 Raver	 and	 Knitzer	 (2002)	 provided	 an	 excellent	 study	 with	 great	 corollaries	 of	 social–
emotional	competences	but	these	are	not	static	and	universal.	Each	child	is	unique	and	individual	
and	 it	 is	up	 to	us	as	adults,	educators	and	carers	 to	put	 in	place	additional	 support	 to	help	child	
‘catch-up’	emotionally	if	they	enter	school	working	low	on	the	socio-emotional	scales.	Whether	or	
not	the	term	“school	readiness”	 is	used,	helping	young	children	be	prepared	for	 initial	success	 in	
school	 is	 an	 extraordinarily	 important	 challenge	 that	 is	 especially	 pressing	 in	 high-need	
communities.	 Kagan	 (1994)	 advocates	 that	 schools	 and	 communities	 work	 together	 in	 creating	
schools	that	are	ready	for	young	children,	not	only	getting	children	ready	for	school	by	providing	
developmentally	 appropriate	 preschool	 programs,	 but	 also	 getting	 schools	 ready	 for	 children.	










EYFSP/national	expectations.	One	benefit	of	assessing	 these	pupils	 is	 that	 it	highlights	 their	need	



















picture.	Towards	the	end	of	 the	Autumn	term,	 I	 tracked	children’s	progress	after	 their	settling	 in	
period	and	used	the	data	to	put	children	in	intervention	groups.	Coincidentally,	the	parent-teacher	
meetings	 occur	 in	 Autumn	 and	 l	 took	 the	 opportunity	 to	 have	 meetings	 with	 parents	 whose	
children	l	had	particular	concerns	about.	This	was	a	particularly	busy	time	with	regards	to	providing	
support	 for	 pupils.	 I	 put	 together	 an	 action	 plan	 for	 the	 core	 group	 of	 pupils	 which	 included,	
interventions,	meetings,	stay	and	play	sessions,	 liaising	with	SENCO’s,	working	together	with	GPs,	
SALTs	 and	 other	 professionals	 and	 refer	 children	 to	 the	 appropriate	 authorities	 (i.e.	 a	
paediatrician).	In	January	2015,	I	invited	parents	to	complete	a	questionnaire	that	was	anonymous.	





or	 information	 in.	 I	 sent	 out	 52	 surveys:	 one	 per	 'family'.	 I	 got	 back	 17	 questionnaires	 (all	were	
anonymous).	The	results	of	the	questionnaire	highlighted	two	significant	issues:	the	first	was	that	





information	 supported	 the	 idea	 to	 hold	 workshops	 which	 touched	 on:	 the	 importance	 of	
supporting	 learning	 through	 play	 and	 strategies	 to	 develop	 life-long	 learners	 (Spring	 Term).	
Unfortunately,	only	8%	of	parents	 came	 to	 the	workshops.	 I	believe	 there	were	 reasons	 for	 this.	
The	timing	could	have	been	better	planned;	first-	it	was	in	the	end	of	the	year	were	parents	could	
have	felt	that	the	better	part	of	the	year	had	passed	therefore	little	impact	on	pupil	progress	would	
be	 implemented	 at	 this	 point	 and	 also,	 the	 workshop	 was	 held	 at	 9:00am.	 This	 was	 the	 most	
convenient	time	with	the	least	distraction	for	pupils	and	the	wider	school,	however,	it	meant	that	
parents	who	usually	drop	 their	 children	off	 at	 12:30	were	now	expected	 to	 come	at	 9:00,	which	
would	undoubtedly	put	off	 some	parents	who	had	a	double	 journey	 to	make	on	 that	day.	8%	of	
parents	who	attended	 the	workshops	were	both	morning	and	afternoon	parents	 in	 the	Nursery,	
10%	were	from	Reception	and	Year	1	classes.		
	
Parents	were	also	 invited	to	weekly	 ‘stay	and	play’	sessions	 (am	and	pm	done	separately)	where	







Carrying	 out	 this	 research	 has	 been	 an	 interesting	 and	 fulfilling	 process.	 It	 has	 been	 wonderful	
watching	the	research	progress	from	an	idea	to	research	and	finally,	to	concluding	the	research.		
It	 is	 clear	 from	analysing	 the	 tracking	data	 that	 pupils	made	progress,	 however,	 there	were	 also	
pupils	who	have	not	made	progress.	Some	of	 these	pupils’	 lack	of	progress	can	be	assigned	 to	a	
variety	 of	 reasons	 including	 the	 fact	 that	 some	 pupils	 could	 have	 undiagnosed	 additional	 needs	









expectations	 in	 the	Autumn	 term,	 to	71%	above	expectations	 in	 the	 Spring	 term.	This	 change	 in	





Although	 this	 project	 seems	 to	have	been	 successful	 in	 ensuring	 that	 pupils	made	progress,	 it	 is	
important	to	note	the	low	return	of	the	class	surveys.	Less	than	half	of	parents	(40%)	returned	the	
surveys.	 Some	parents	might	have	 seen	 the	process	 as	 intrusive,	 thus	dismissing	 the	 completion	
and	return	of	the	surveys.	Other	parents	might	not	have	judged	the	surveys	as	important	nor	found	
it	 to	be	relevant	to	their	child’s	 learning-	so	they	did	not	return	the	surveys	at	all.	A	 few	ways	 in	
which	we	could	overcome	the	low	attendance	(8%)	of	parents	to	the	workshops,	would	be;	to	call	







which	 I	 am	 employed.	 This	 has	 been	 studied	 by	 Smith	 and	 Shepard	 (1988)	 interviewed	 40	
kindergarten	teachers	who	worked	in	different	administrative	school	structures	and	found	that	the	
teachers’	 conceptions	 of	 learning	 and	 development	 seemed	 to	 be	 congruent	 with	 the	
administrative	practices	and	philosophies	of	their	own	school	systems	(Smith	and	Shepard,	1988	as	







expectations	 differ	 substantially	 between	 the	 variables	 of	 home	 and	 school.	 Some	 early	 years	




grade	 retention	 (e.g.,	 Entwisle,	 1995;	 Gredler,	 1992;	 Powell,	 1995;	 Rist,	 1970;	 Shepard	&	 Smith,	
1986	 as	 cited	 in	 Piotrkowski,	 2000).	 Providing	 children	with	 access	 to	 the	 interactive	 life	 of	 the	
classroom,	 to	 develop	 social	 skills,	 and	 to	 acquire	 appropriate	 forms	 of	 behaviour	 in	 groups	 are	
consistently	valued	educational	attainment	goals	in	early	years	(nursery/kindergarten)	(Heaviside	&	
Farris,	1993).	This	finding	is	similar	to	the	findings	reported	by	public	school	kindergarten	teachers	
a	 decade	 ago	 (Heaviside	 &	 Farris,	 1993).	 In	 that	 survey,	 more	 than	 half	 of	 the	 teachers	 placed	
considerable	 emphasis	 on	 following	 directions,	 not	 being	 disruptive	 in	 class,	 being	 sensitive	 to	
others,	and	taking	turns.	Teachers	appear	to	be	consistent	across	the	decade	in	their	perceptions	of	
important	 aspects	 of	 development	 in	 kindergarten	 children’s	 development;	 thus,	 reflecting	 a	
relatively	sustained	conception	about	the	value	of	kindergarten	as	the	beginning	of	academic	 life	
for	 children.	 These	 types	 of	 social	 skills	 help	 set	 the	 stage	 for	 students	 to	 be	 able	 to	 engage	 in	








The	action	 research	project	 I	 carried	out	 suggested	 that	a	host	of	 factors,	as	well	as	high	quality	
teaching	and	an	outstanding	 learning	environment,	support	children	to	make	progress	over	time.	
Some	of	these	factors	that	support	children	aside	form	daily	classroom	routine	include:	providing	
daily	 interventions	 based	 on	 class	 need,	 working	 with	 outside	 agencies	 [such	 as	 Speech	 and	
Language	 Therapists]	 to	 provide	 advice	 and	 support	 to	 teachers	 and	 parents,	 building	 strong	
rapport	with	all	parents,	providing	opportunities	for	parents	to	come	into	the	classroom	to	 ‘play’	
alongside	 their	 children	 and	 making	 or	 making	 referrals	 to	 appropriate	 outside	 bodies	 such	 as	
paediatricians	or	the	school	nurse	[to	support	pupils	who	present	with	having	an	additional	need].	
On	 reflection,	 it	 is	 not	 a	 conclusive	 statement	 to	 say	 that	 parent	 workshops	 do	 not	 work,	 they	
simply	 did	 not	 work	 on	 this	 occasion	 because	 we	 had	 a	 very	 low	 attendance	 rate	 and	 as	 prior	
mentioned,	some	of	our	parent’s	absences	can	be	justified	and	others,	not	so	much.	The	results	of	
this	project	have	inspired	me	to	first,	carry	on	with	all	the	additional	support	that	I	provide	pupils,	
secondly-	 to	 provide	 early	 intervention	 workshops	 to	 all	 Nursery	 pupils	 and	 third,	 to	 continue	
working	with	external	agencies	such	as	Speech	therapists	to	support	pupils	as	early	as	possible	in	
the	school	year.	Professionally,	the	research	and	the	results	themselves	have	been	a	learning	curve	
for	me.	 This	 is	 because	 in	Autumn	2015,	 I	was	unprepared	 for	 the	high	 rate	of	 low	entrees	 into	
Nursery.	However,	being	able	to	do	the	research	alongside	supporting	parents	and	pupils,	has	been	





career	 is	 that	 first,	 I	 cannot	 change	 parenting	 styles	 on	 a	 major	 scale.	 Small	 scale	 changes	
consistently	 done	 over	 a	 long	 period	 of	 time	 are	 effective	 and	 enough.	 I	 will	 also	 take	 into	
consideration	the	notion	that	‘it	takes	a	village	to	raise	a	child’	(African	proverb):	parents	cannot	do	
it	 alone,	 teacher’s	 cannot	 do	 it	 alone,	 the	 medical	 industry	 cannot	 do	 it	 alone	 and	 of-course,	
children	need	us	to	do	it	all	together.		
	
My	 action	 research	 journey	 has	 been	 fulfilling;	 I	 have	we	 enjoyed	 every	 part	 of	 it	 including	 the	
challenges	and	the	victories.	It	has	taken	a	lot	of	extra	work,	commitment	and	dedication	from	my	
end.	It	is	a	path	that	I	am	glad	I	took	because	I	have	now	been	able	to	put	into	practise	what	would	
have	 been	 a	 lingering	 question	 in	 my	 classroom.	 I	 would	 take	 the	 opportunity	 to	 share	 the	




teaching,	 students,	 schools,	 learning?	How	have	your	paradigms	been	altered,	confirmed,	and/or	
challenged?	I	have	learnt	that	action	research	is	a	unique	and	excellent	opportunity	to	be	actively	
involved	 in	 research	 that	 is	 relevant	 and	unscrupulous.	 I	 have	enjoyed	 the	 journey	of	 the	 action	
researcher	and	I	have	learnt	invaluable	lessons	knowing	that	the	fundamental	aim	of	my	research	
was	 to	 improve	 the	 practice	which	 I	was	 a	 part	 of.	 I	 knew	 that	my	 goal	 here	was	 to	 enrich	 the	
learning	experiences	of	all	those	around	me.	My	definition	of	action	research	has	not	changed,	in	
fact,	it	has	been	interesting	living	out	the	theory.	I	can	attest	to	the	notion	that	action	research	as	
defined	by	 its	many	writers,	 is	different	 to	 traditional	 forms	of	 research.	Namely,	because	action	
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